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ABSTRACT
REGRESSION ANALYSIS OF BLACK STUDENT PERFORMANCE
AT THE UNIVERSITY OF CONNECTICUT
FROM 1969 - 1971
May, 1976
David M. Clayborne, Jr. B.S., M.A.
,
University of
Connecticut, Ed.D., University of Massachusetts
Directed by: Professor David S. Flight
Purpose of the Study
The purpose of the study was to compare the validity of preadmission
indices (SAT Verbal and Mathematical test scores and high school rank-in-
class) for black students (Regular Admit and Summer Program) versus white
students (Regular Admit) to predict quality point average for those
students completing the first year of academic work at the University of
Connecticut.
In order to investigate the problem, the following questions were
posed
:
1. How does the performance of Regular Admit black
students on
SAT Verbal and Mathematical test scores, their high
school
rank-in-class, and their grades at the University
of
(iv)
Connecticut compare with those of Regular Admit white students
—are the two groups significantly different in these respects?
2. How does the performance of Summer Program black students on
SAT Verbal and Mathematical test scores, high school rank-in-
class and on grades at the University of Connecticut compare
with those of Regular Admit black students—are the two groups
significantly different in these respects?
3. How does the regression of grades on the predictor variables
(SAT Verbal and Mathematical test scores and high school rank-
in-class) for Regular Admit black and Summer Program black
students compare with that for their Regular Admit white peers?
Procedure
The subjects for the study consisted of: In 1969
,
eighty-five black
entering freshmen; in 1970, one hundred fifty-five black entering freshmen;
and in 1971, one hundred eighty-eight entering freshmen admitted to the
University of Connecticut under two recruitment/admissions programs.
For comparative purposes of the study a random sample of Regular Admit
white students was identified from entrance credentials assembled from the
University of Connecticut Archives and Registrar's Offices. The writer
selected by random means with no known bias approximately equal numbers
of white students. The random sample produced three groups of white
(v)
students as follows: 1969, one hundred twenty-nine freshmen; 1970, one
hundred fifty-five freshmen; and 1971, one hundred eighty-one freshmen.
T-test, multiple regression, and analysis of covariance statistical
procedures were utilized to assess the effects of predictor variables on
quality point average for all three admission groups.
Summary
The findings show the analyses of covariance may be summarized as
follows :
1. When testing for differences in year of admission (1969, 1970,
or 1971) and its effect on first year quality point average,
the writer found that Regular Admit white students need three
separate regression equations for their year of entry, but
that three separate regression equations for the three years
are not required for the Regular Admit black students.
2. For the two admissions categories (Regular Admit white and
Regular Admit black) results of the analyses on a year by
year basis indicated that the regressions for the whites
versus those for the blacks differ significantly.
3. For the two admissions categories (Regular Admit white and
Regular Admit black sutdents) results of the analyses indicated
that the grades for Regular Admit blacks would be substantially
over predicted by the Regular Admit white regression equation.
4. Using the traditional predictors for the Summer Program
(vi)
black students, no regression equation could be established
to predict academic performance.
Recommendations
The University has shown its willingness to increase the number of
black students admitted to the Storrs campus, whether they meet the
traditional admissions standards or not. Yet, the University, in its
regular or its special summer program for black students is apparently
not providing the extra facilitation that is needed for equivalent
performance with white students. Whether this can be accomplished, or
how this can be accomplished, is an urgent topic for further research
and developmental effort. In the meantime, the University, through
continuing study, should establish for each applicant and admitted
student, through separate analysis for black and white students, the
probable level of performance toward either or both of the following
objectives: (1) selection, and assignment to the University resources,
those applicants most likely to succeed (this is the traditional validity-
based selective admissions procedure) , or (2) recognize that those
admitted with lower probabilities of survival need programs more
appropriate to their abilities, or need special assistance of a kind
not yet identified in current practice if they are to have equal
opportunity for academic success in the traditional curriculum.
(vii)
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REGRESSION ANALYSIS OF BLACK STUDENT
PERFORMANCE AT THE UNIVERSITY OF
CONNECTICUT FROM 1969 - 1971
CHAPTER I
INTRODUCTION
The University of Connecticut has been involved in an intensive re-
cruitment/admissions effort over the past several years (1967 to the present)
to increase black student enrollment at its main campus (Storrs)
. All
indications confirm at this writing that the University of Connecticut
intends to continue these efforts as larger numbers of black high school
graduates respond to its recruitment/admissions program.
The writer was involved very closely in this effort at critical points
in the recruitment/admissions process, serving as an admissions officer for
four years with general responsibility for the admission of black high
school graduates. As a result of the writer's participation in the recruit-
ment of black students throughout the State of Connecticut, he came to feel
that most black students could not be thought of as having participated in
the same prior academic experiences as their white student counterparts.
A large number of black students had been systematically labeled by the
public school system as inferior to whites in academic potential and had
been placed in non-college preparatory programs. Despite such obstacles
many black students did attend the University of Connecticut.
Initially, much concern was manifest throughout the University com-
munity that, although supportive services were being provided for many of
( 2 )
3the entering black students, low Scholastic Aptitude Test (SAT) scores
would inevitably lead to academic failure at the University of Connecticut.
An extension of this same concern could be heard in various quarters
within sister institutions of higher learning throughout the State. Yet
many colleges responded to the political and emotional climate in the
nation during the middle and late 1960's and opened their doors to larger
numbers of black high school graduates. Black leaders in Connecticut
insisted upon greater access to higher education for black students as
it was thought to be essential to maintaining initial gains made in employ-
ment opportunities in the early and mid 1960's.
On the other hand, Egerton (1969) felt that while efforts were made
to increase the number of black students on predominantly white campuses,
few universities could properly educate students who differed markedly from
white middle-class students. It appeared to him that higher education
was eager to embrace the new pluralism by increasing black student enroll-
ment on its campuses, yet it seemingly was unaware of and ill-prepared
for the new challenges such an endeavor would create. Students admitted
to these institutions of higher learning felt the uneasy tension and
pressure on the campuses as new and varied special programs were mobilized
to assist black students in their efforts to adjust to the academic rigors
of their new environment. Numerous group activities, discussions, and
seminars were utilized to relax the entering black student and his/her
host as each got to know the other.
The results of these efforts became evident as black students
expressed the need for organizations in which their identity and cultural
4life-styles might be maintained, similar concerns with academic survival
and goals identified, and responded to. Their hope was that this experience
at the university level would enable them to return to their communities
to assist others who wished to attend institutions of higher learning.
For example, Lyons (1973) found from his survey of 140 randomly selected
institutions that black students had demanded programs in Black or Afro-
American Studies, and had in addition expressed a desire for an increase
in black faculty and staff. He also reported that other frequently
occurring concerns were for the lack of a sufficient number of black
students, the need for new admissions procedures, supportive service
programs, and an increased sensitivity on the part of college administrators.
In this climate numerous studies were conducted by such researchers
as Stanley and Porter (1967), Cleary (1968), Sampel and Seymour (1971),
and Davis and Temp (1971) to test the ability of scholastic aptitude test
measures and high school rank-in-class to predict academic performance of
black students in colleges and universities around the country. According
to Sampel and Seymour (1971) the available research in this area was
somewhat restricted and occasionally contradictory. They also indicated
that research was needed to find instruments which would more effectively
predict the probability of minority student achievement in higher education.
If the present numbers of black students are to be maintained and black
enrollment increased at predominantly white institutions, there is
continued need to monitor the academic progress and analyze the academic
achievement of these students.
5Purpose of the Study
The purpose of the study was to compare the validity of preadmission
indices (SAT Verbal and Mathematical test scores and high school rank- in-
class) for black students (Regular Admit and Summer Program) versus white
students (Regular Admit) for predicting quality point average for those
students completing the first year of academic work at the University of
Connecticut
.
It was hoped that the study would produce factual information that
could be used to make specific recommendations for the recruitment and
admission of black students which might benefit all black students on
the Storrs campus, and those presently being recruited.
In order to investigate the problem, the following questions were
posed:
1. How does the performance of Regular Admit black students on
SAT Verbal and Mathematical test scores, their high school
rank-in-class
,
and their grades at the University of Connecticut
compare with those of Regular Admit white students—are the
two groups significantly different in these respects?
2. How does the performance of Summer Program black students on
SAT Verbal and Mathematical test scores, high school rank-in-class
and on grades at the Unversity of Connecticut compare with those
of Regular Admit black students—are the two groups significantly
different in these respects?
3. How does the regression of grades on the predictor variables
6(SAT Verbal and Mathematical test scores and high school rank-
in-class) for Regular Admit black and Summer Program black
students compare with that for their Regular Admit white peers?
Importance of the Study
One of the most important responsibilities which college administrators
have is to know and understand as much as possible about the students they
serve. The administrator with knowledge of student academic performance,
in particular black student academic performance, is in a favorable position
to meet his obligations by providing the leadership required to maintain
both academic integrity of the institution and the academic well-being of
its students.
What is being said in the foregoing paragraph is that the value of
data pertaining to the academic performance of black students is important
to those directly involved with such students. Admissions officers who
must select among applicants; faculty who must decide on the most effective
instructional strategies; and administrators who have the responsibility
for establishing and maintaining an efficient and effective climate for
learning have need for data on the academic performance of black students
at the University of Connecticut. In addition, data on the academic
performance of black students will help provide valuable information for
planning at the state level that may be directed toward long range planning
of a state system that would be able to accommodate all the citizenry who
desire further education, and, for the University, in the form of budgetary
7allocations which would permit the necessary elements to achieve this
goal.
The value of data relating to the academic success of black students
was underscored by Sampel and Seymour (1971)
:
Black students at many universities are demanding
proportionately greater numbers of black students
among incoming freshman classes. Fellow students,
faculty members, administrators, and admissions
officers who are sympathetic to these demands have
proposed and in some cases carried out a variety of
schemes for increasing the number of black freshmen.
The question then becomes: How should these black
students be selected so that there is some assurance
that they will be able to succeed academically?
Other writers have pointed out the need for continued research on black
student academic performance. They includB: Davis et al (1975), Temp
(1971), Davis and Temp (1971), and Cleary (1966).
The lack of sufficient research on the effective educational treatment
of black students has been one of the "most challenging issues" in the
development of viable supportive service programs which are geared to
meeting black student needs in higher education.
A prerequisite to understanding the academic performance of black
students is a complete, clear, factual, and unbiased knowledge of these
students. As Sampel and Seymour (1971) suggest:
Research is desperately needed to identify pro-
ductive correlates of academic achievement for
minority students. The "culture-fair" test con-
tinues to elude our grasp, but if we are to begin
to solve the problem of selection of minority
students, we must renew our efforts to produce
such instruments or find satisfactory substitutes...
In the meantime, those involved in the selection
process should be keenly aware of the inadequacies
of some of the predictors currently in use when
they are applied to certain minority groups.
8Sampel and Seymour nevertheless fail to explain the inadequacies except
implicitly by references to Cleary (1968), Clark and Plotkin (1963), and
others
.
Currently, there is lack of data on black student academic performance
at the University of Connecticut. Information on the academic performance
of black students at other institutions, correlating ability measures and
high school rank-in-class, has been done by Stanley and Porter (1969),
Davis and Temp (1971)
,
and Cleary (1968) . A study of the academic performance
of black students at the University of Connecticut coupled with and related
to the research of previously mentioned writers will provide guidelines for
proper application of admission criteria in the future so that those
admitted (whether black or white) would be those most likely to achieve at
Connecticut. Secondly, given the need to increase opportunities for black
students, do the present instructional strategies or curricula make the
larger goal possible? What special assistance in the form of supportive
services, special curriculum, or intervention with faculty may be utilized
by the administration at Connecticut should the performance of black
students fall below that of their white peers?
Definition of Terms
Committee for the Education of Minority Students (C.E.M.S.) - This
group headed a program through which students were admitted with SAT
Verbal
and Mathematical scores that were generally not as strong as those
of
Regular Admit black students (description below). Most CEMS students
had
9participated in college preparatory programs in high school. Recommenda-
tions were required from guidance personnel, Upward Bound officers, and
community leaders in an effort to assess motivation and leadership
potential. Personal interviews were sometimes required of CEMS candidates.
The CEMS Students received supportive services (i.e., counseling and
tutoring) only during the academic year through the offices of the Summer
Program (description below). No budget was provided for these students
except through the resources of the Summer Program. These students
received no summer supportive services with the exception of a two-day
orientation to explain the use of the Summer Program's supportive services
and to acquaint the CEMS students with the rest of the University apparatus.
Black students in the CEMS group were not included as a separate sub-group
in the study, because of their very small numbers.
Cumulative Quality Point Average (CQPA) and Quality Point Average (QPA)
These are measures of academic performance. In the first case (CQPA), it
/*
is the numerical average of two semester quality point averages, usually
for a single year. In the second instance (QPA), it is the numerical
average of values assigned to grades received in the four or five courses
taken during one semester.
High School Rank-In-Class (HSRK) - The ranking of students based on
their academic performance in high school relative to that of their class-
mates.
Regular Admit Black Students - These were students for whom emphasis
was placed on high SAT's and high school rank-in-class, although
the
10
Admissions Office at Connecticut admitted relatively low-scoring students
when other positive information could be obtained to balance somewhat
lower SAT s and high school ranlcs-in-class
. College preparatory courses
were prerequisites for all candidates. The out—of—state Regular Admit
Black student was generally required to have higher SAT scores and higher
high school ranks—in—class than their in-state peers. Some discretion was
given to admission officers for accepting students with lower high school
ranks-in-class if the students matriculated at a school thought to be a
superior public or private high school. This was determined from reputa-
tions acquired by out-of-state schools as a result of the fine academic
performance of their graduates at Connecticut. A strong recommendation
was sought from guidance personnel when both SAT’s and high school rank-
in-class were not high. Many out-of-state students qualified for national
recognition as high school scholars. Regular Admit black students received
no special counseling or tutoring as did their Summer Program peers
(description below) . Due to the limited supportive services funding and
lack of manpower, Regular Admit black students were expected to matriculate
in the manner of the majority of students and obtain help through the normal
University channels (i.e., Counseling Center, faculty advisors, deans,
etc. )
.
Regular Admit White Students - The admissions office admitted in-state
students with combined SAT scores averaging approximately 1,000 for men and
1,050 for women, with high school ranks-in-class averaging in the upper
28% for men and upper 25% for women. More emphasis was placed on high
school rank-in-class for both men and women, which enabled some students
11
to be admitted with lower SAT scores but higher compensating high school
ranks—in—class . Favorable guidance counselor recommendations were
required for admission. Four years of college preparatory English, at
least two years of college preparatory mathematics, two years of a
language, and depending on the selection of a school within the University,
at least one year of a college preparatory laboratory science were all
required for admission. Requirements for out-of-state students were the
same as for in-state students with the exception that out-of-state students
had to rank in the upper 10% of their graduating class and have 1250 or
higher combined SAT scores.
Scholastic Aptitude Test Mathematical (SAT - Math) - The mathematical
section of the Scholastic Aptitude Test published annually by the College
Entrance Examination Board (1971). This test is designed to measure ability
to understand quantitative concepts and to use mathematical symbols in
solving problems.
Scholastic Aptitude Test Verbal (SAT - Verbal) - The verbal section of
the Scholastic Aptitude Test published annually by the College Entrance
Examination Board (1971). This test is designed to provide an estimate
of
basic verbal ability. The test utilizes analogies, antonyms, reading
passages, and sentence completion subtests.
University of Connecticut Summer Program (U
.
Conn. Summer Program^ -
The students accepted tor this program were required to
have personal inter-
views with admissions officers or Summer Program
personnel to provide
impressions as to communication skills, motivation, and
leadership potential
12
The SAT's and high school rank-in-class levels varied, but these students
as a whole were considered 'risk' students when viewed in light of pre-
admission ability measures and high school ranlc-in-class required of their
regular admit peers. Thorough recommendations were required of guidance
personnel, Upward Bound officers, and community leaders in an effort to
identify motivation and attitude toward college. The students represented
general and mixed (college preparatory, business and general) tracks in
high school, but in the majority of cases had taken some college preparatory
courses. All students were required to participate in a six-week intensive
remedial and supportive services orientation program for which they received
no academic credit. Two courses were taught: English composition was
required in order to prepare students for the Freshman English course
usually taken during the first semester, and a basic mathematical skills
course involving second year algebra, trigonometry, and pre-calculus to
prepare the students for the more rigorous introductory and upper level
mathematic courses that some might be required to take.
Tutoring and counseling were also provided Summer Program students
during their six-week summer session. Acquaintances with University
administrators, faculty, and staff were encouraged to help students make
the transition from their home environment to their new surroundings.
Additional counseling and tutoring services were provided to Summer Program
students during their academic careers at the University. The vast
majority of students accepted for this program were black.
13
Limitations of the Study
The writer analyzed the academic performance of black students at the
University of Connecticut for entering classes of freshmen in 1969, 1970,
and 1971, but this study did not test the predictive validity of ability
measures and high school rank-in-class for four years of matriculation
by each entering class. This may be an important limitation because the
most critical question is not how do black students perform in the first
year, but do they ultimately meet the institutional requirements for the
degree? Some writers (e.g. Davis, Temp, and Cleary) have postulated that
black students may need more time to adjust to the predominantly white
campus environment, but that given that time they may be able to grow out
of the deficiencies their former experiences have left them with.
The small number of students analyzed in this study does not provide
a reliable trend as a larger sampling would have produced. Furthermore,
the writer’s focus on one institution (University of Connecticut)
obviously prevents generalizability of the results to other institutions,
because they may have different admissions and performance standards.
Data Considerations and Design of the Study
The research setting for the writer involved the recruitment/admissions
apparatus and data used to select black and white students at the University
of Connecticut from 1969 to 1971. Data in the Admissions, Registrar’s and
Archives Offices were sampled for this thesis.
14
The writer used the SAT Verbal and Mathematical test scores and high
school rank-in-class extensively in his analysis because these measures
were central to the recruitment/admissions process at the University of
Connecticut. First year cumulative quality point average was used to
examine the predictive validity of SAT scores and high school rank-in-
class. In addition, black and white students were selected from the
entering freshmen classes of 1969, 1970, and 1971. The writer analyzed
the data from three groups in the sample (Regular Admit and Summer Program
black students and Regular Admit white students). The statistical treat-
ment employed compared the means of the three groups on four variables
(SAT Verbal and Mathematical test scores, high school rank-in-class, and
first year cumulative quality point average. Analysis of covariance
was employed to determine, first, if there were year effects on the three
groups when the predictor variables were held constant, and second, to
determine if the regression of predictor variables on criterion variables
for the three groups were congruent.
Organization of the Study
The organization of the study is as follows: Chapter I has included
the background and purpose of the study, importance of the study, a
definition of terms, limitations involved, design of the study, and the
organization of the chapters. The second chapter is a review of selected
literature. The third chapter describes the populations. The fourth
chapter presents the methods and procedures employed for the regression
15
analyses, and the results and conclusions based on the statistical findings.
The fifth chapter is composed of a summary and recommendations
. The list
of references completes the study.
CHAPTER II
REVIEW OF SELECTED LITERATURE
Bowles and DeCosta (1971) have written of the enrollment of black
students in predominantly white colleges:
The Negro students constitute for most of the historically
white colleges, a new social group making their entry
into higher eduation. Unlike previous such groups
—
Jewish, Irish, Italian, Puerto Rican, Chinese, Japanese
—
which have pushed their way into higher education inch by
inch, Negroes, after years of exclusion, have been sought,
invited, recruited, and subsidized to enter. They have
come in sizable groups rather than in a slow trickle by
which the other new social groups began their entry to
higher education. They have been selected in unusual
ways. The better prepared among them could have entered
the white colleges but have chosen not to. The least well
prepared have for the most part entered on special waivers.
The athletes have been recruited as athletes—as, in effect,
mercenaries rather than as students. Some of the students
have come from schools which have failed, or perhaps been
unable, to prepare them for the kinds of colleges they
have entered. Some have come burdened with doubt and
suspicion, which carried over into college, and have been
faced with the task of reshaping their values, or they have
come in violent protest, forcing their carried-over values
onto their colleges.
A considerable amount of research has been produced in recent years in
higher education on the enrollment of and to a lesser degree academic
performance of black sutdents at predominantly white institutions across the
country.
( 16 )
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Overview of the Chapter
The first section of this review of selected literature covers the
enrollment of black students in predominantly white colleges and universi-
ties. The second section describes the academic performance of black
students at such schools. The final section is a summary of these two
parts.
Enrollment of Black Students in
Predominantly White Colleges and Universities
Through the Higher Education Act of 1965, the Congress of the United
States merged two programs designed to attract students from "disadvantaged"
financial and culturally different backgrounds to institutions of higher
learning. One of the programs established was Talent Search, which was
geared to identifying students in grades seven and above who were perceived
to have the potential for eventual entry into college. The second program
funded by the Federal Government was Upward Bound (originally sponsored by
the Economic Opportunity Act of 1962)
,
which was designed to give a pre-
college enrichment program of intensive work in grades 10, 11 and 12.
Upward Bound’s purpose was to provide preparation for eventual matriculation
at college.
Recognizing the need for support of "disadvantaged" students beyond
high school, the Congress in 1968 passed the Higher Education Amendment
(PL 90-575, Title I, Part A, Section 105) which provided funding for
supportive services to disadvantaged students once they reached the college
level. With the passing of these two pieces of legislation, the decision
was made by the federal government to assist institutions which made
efforts to increase the number of blacks and members of other minorities in
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their student bodies. It appears the government's impact was only marginal
as discussed below.
Bayer and Boruch (1969)
,
in their survey which used the sample of the
American Council on Education that was based on 243,000 randomly selected
black and white students in 358 predominantly black and white institutions,
and weighted to represent the total population of college students,
concluded that:
1. The proportion of black students entering college had taken an
upward turn, but only a slight one, in recent years (1965-1968).
2 . Fifty percent of colleges in the United States had less than
2 percent black students in their freshman enrollment.
3. More than 75% had an enrollment of black students which was
5 percent or less of the entering class.
4 . Special recruitment and admissions programs seemed to have had
little impact.
Egerton- (1970) reported the findings of several nation-wide surveys,
Office of Civil Rights, National Association of State Universities and Land
Grant Colleges, and the American Council on Education, using U. S. Census
data in 1970 as a base regarding black student enrollment at predominantly
white institutions from 1968—1970; from their discussions Egerton concluded
that
:
1. Almost half of full-time black students were freshmen. There
were indications that blacks were better represented among
part-time students than full-time.
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2. Just under 2% of all full-time undergraduates in the state and
land-grant universities were black Americans.
3. Only two of the universities surveyed had a full-time enrollment
or black students in excess of 5% of their total enrollment.
4. In 1969, 350,000 students or 4.7% of the enrollment in institutions
of higher education, was black, while blacks constituted
approximately 11.1% of the population at large.
Rhodes (1970) reported that programs designed to assist black student
access and survival in higher education had not been mounted on a scale
commensurate with the dimensions of the problem. Furthermore, Rhodes
pointed out that though black students had been attracted by the media to
the "promised land" of college, most would not be able to fulfill their
newly aroused ambitions, and would remain outside observers of an affluent
society.
Crossland (1971) also noted the underenroIlmen t of blacks and other
miniorities in higher education. He estimated that 2.0 percent of black
Americans were enrolled in colleges and universities. To increase this group
to parity— that is, to achieve the same proportion of the black population
in the age group in college as exists for the white population he stated
that the estimated black enrollment in 1970 would have to be increased
by
543,000 (from 470,000 to 1,013 ,000)—an increase of 116 percent.
Sadlacek et al . (1972) reported from a survey of 110 large
predominantly
white colleges that black full-time enrollment had climbed
to three percent
of the total college student population in 1969 and had
leveled off at four
percent in 1970 and 1971. They also reported (See Table 1)
that their
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national survey agreed with the American Council on Education report (1970)
which indicated that 3.6 percent of black students were enrolled in pre-
dominantly white four-year universities and that 9.1 percent of freshmen
in all higher education settings were black. Furthermore, they reported
that black students graduating from high school had increased from 30 percent
in 1960 to 58 percent in 1969 of those eligible to graduate in the 16 to
24 year old age group. Sadlacek et al. also reported that according to the
U. S. Bureau of Labor Statistics (1971) approximately 10 percent of the
graduating high school seniors were black. On the surface, black students
appeared to be making some progress, but Sadlacek et_ aT . were quick to
point that only 2.6 percent of the black students attending college were
matriculating at predominantly white four-year colleges. Reports by the
American Council on Education showed that 14.2 percent of two-year college
freshmen were black, 8.1 percent of four-year college freshmen were black,
and as had been mentioned above, 3.6 percent of university students were
black. They concluded that black students were underrepresented in all
institutions of higher learning except for two-year colleges. Sadlacek
et al. noted that proportionately more black students were enrolled in
private predominantly white colleges than in public four-year institutions.
Table 2 shows the results of this survey. Fifty-six of the 107 schools
(52 percent) reported having special programs for black students in 1970.
Finally, it was reported that the most commonly used admissions
criteria
for black students in special programs were SAT scores, high
school
ranks-in-class
,
and recommendations from secondary school teachers and
counselors
.
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Davis et al. (1975) suggested that more critical past inequities
between white and non-white in enrollment and in graduation from college
seem to have resulted, not from failure of high school graduates to enter
and complete college, but from the failure of non—whites to complete high
school.
They based their conclusions on the unpublished reports of Berls (1963
to 1968) for the Office of Planning, Budgeting and Evaluation, U.S.O.E.,
comparing the rapid increase in enrollment trends of non-whites compared to
whites. Berls reported that non-whites doubled in college entrance and
somewhat more than doubled in high school graduation over the period 1935
to 1962. For six years since 1962, 1963-1968, whites increased their high
school completion and college entrance rates 31 percent and 77 percent
respectively. Non-white rates grew much more rapidly: 140 percent for
high school graduation and almost tripled (191 percent) for college entrance.
Whereas it took from 1935 to 1962 for whites to double their college rate,
and somewhat more than double their high school completion rate, non-whites
more than doubled their high school completion and almost tripled their
rate of entrance to college in only 6 rather than 27 years. The white rate
of growth for these two thresholds is slowing down.
It is worth noting here that although increasing numbers of black
students have been graduating from high school, a disproportionate number
was entering black colleges and two-year institutions compared to the
slower increase of matriculation at four-year predominantly white
colleges.
Academic Performance of Black Students at
Predominantly White Universities
Sampel and Seymour (1971) have written about the lack or research on
black student academic performance in higher education:
Although the prediction of academic success for college
students has been the subject of a considerable body
of research, there is far less evidence available
regarding the prediction of academic success for black
students. This lack is particularly disturbing in the
light of present criticisms being directed against use
of the usual predictors of academic success to determine
minority students' eligibility for admission to college.
In order to discuss in some detail the findings of researchers on
black student performance at predominantly white colleges, it is worth dis-
cussing some of the noteworthy research done on black students at predomi-
nantly black colleges. McKelpin (1965), who studied data on black students
at predominantly black North Carolina Central University for the validity
of SAT results in predicting success in college, stated:
The predictive validities based on the data for commonly
used preadmission variables are as high as they usually
reported for college freshmen . . . the SAT scores account
for about 60 percent of the variation in the grades
explainable by the data from the preadmission variables...
when first semester grades are the criterion, SAT scores
give a fair appraisal of the developed ability of students
entering (predominantly Negro) colleges.
His findings supported others who had made similar published studies of the
ability of SATs to predict academic performance at predominantly black
colleges.
Stanley and Porter (1967) found in their study of three predominantly
black four-year co-educational state colleges in Georgia that
the SAT Verbal
and Mathematical scores predicted well for freshmen grades.
The study
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covered six academic years 1959-60 through 1964-65. Their conclusions
indicated that the SAT correlated well with grades for blacks competing
against blacks and taught primarily by blacks. They explained that this
relationship compared favorably with that for white students in white
institutions competing in a similar way in the classroom. They suggested,
based on the results of Cleary (1966)
,
that perhaps the level of predictive
validity might be similar for both races at predominantly white colleges
using traditional ability measures.
Thomas and Stanley (1969) reported from a study to re-examine the value
of high school grades for predicting college grades for black students that
at a predominantly black college, high school grades had much lower corre-
lation with college academic performance than the other predictors. On the
other hand, black student high school ranks-in-class predicted better than
the ability measures at two predominantly white institutions, one Roman
Catholic Midwestern college and the other a co-educational , Eastern liberal
arts college. They determined, based on their inconclusive findings, that
SAT scores and high school rank-in-class should be used together to predict
college grades.
Clark and Plotkin (1963) in a study conducted for the National Scholar-
ship Service and Fund for Outstanding Negro Students (NSSFNS) suggested
that the SAT may not be a valid predictor of college performance. They
found academic performance of black students who applied for aid from NSSFNS
and were accepted at integrated colleges to be higher than the SAT had
indicated. This conclusion was not based, however, on regression analyses
comparing blacks with whites, but on their observational judgment. They
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pointed out that, based on their findings, highly qualified black students
might very well be denied admission to college on the indications of their
test scores.
A number of studies in recent years, Sadlacek ert al. (1972), Schaffer
(1973), Bayer and Boruch (1969), Sampel and Seymour (1971), and Davis and
Temp (1971), to list a few, have been similarly concerned with the enrollment
of black students in higher education. More importantly, they have tested
the effectiveness of SAT or ACT scores and high school rank-in-class for
predicting college grades for black students in integrated colleges.
Sadlacek et^ a_l. reported that predictors used for black students were
generally the same as those used for whites. Many had been concerned that
ability tests may be biased against black students. Cleary and Hilton
(1968) and Cleary (1968) discussed two possible interpretations of test
bias worth mentioning here:
An item of a test is considered biased for members
of a particular group if the item produces an un-
common discrepancy between the performance of that
group and the performance of other groups. That is,
the members of the group obtain an average score
which differs from the average score of the other
groups by more or less than expected from their per-
formance in other items of the test.
Another definition of bias is possible. This second
definition of bias is concerned with the test as a
whole used as a predictor: A test is biased for
members of a subgroup of the population if, in the
prediction of a criterion for which the test was
designed, consistent non zero errors of prediction
are made for members of the subgroup. In other
words, the test is biased if the criterion score
predicted from the common regression line is con-
sistently too high or too low for members of the
subgroup
.
Cleary's (1968) study and others subsequent to her findings
have
given major attention to the second definition of bias concerning
the
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validity of predictor variables to measure academic success of black
students at predominantly white colleges.
Davis et al. (1975) reported in their study for the Office of Education:
Although relatively few studies have yet been done
of the validity of SAT to predict grades for black
students in integrated colleges, the available evi-
dence supports the conclusion of no difference in the
levels of predictive validity of SAT for blacks vs.
whites in such institutions, but also that if white-
based prediction formulas are applied to blacks, these
students as a group tend to perform below the predictions.
Cleary (1968) in a much cited study of three integrated colleges, two
in the East and one in the Southwest, reported that there was no significant
difference in regression equations for black nor white students at the two
predominantly white colleges in the East. At the integrated college in
the Southwest significant differences were found. In this instance, she
found that the SAT overpredicted grades in that institution for black
students. She concluded that:
When high school grades or rank-in-class are used
in addition to the SAT as predictors, the degree
of positive bias for the Negro students increases.
Temp (1971) empirically investigated black and white records at thirteen
institutions by comparing regression lines or planes. He was concerned that
white prediction procedures might be biased against black students if applied
to them. He concluded that:
If prediction of G.P.A. from SAT scores is based
upon regression equations suitable for majority
students, then minority (black) students as a
group, are predicted to do about as well as
(or better than) they actually do.
He drew this conclusion from the finding that the regression planes for
black and white were significantly different. In ten of the thirteen
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colleges he established that a single regression plane to predict freshmen
grades was not viable. He reported:
It is likely on the basis of the data that a common
prediction system is not practical and that a separate
prediction system should be developed for each subgroup.
...institutions using the SAT (and other admissions
tests and predictors) should conduct validity analyses
at their own institutuions over the short and long term.
Assumptions about the differential validity or lack of
it for blacks and whites should be routinely studied.
Pfeifer and Sedlacek (1971) examined high school grades and SATs as
predictors of college grade point average at the University of Maryland by
race and sex. They found as did Temp (1971) and Cleary (1968) that the SAT
overpredicted for black students and therefore did not give accurate assess-
ment of their performance if inserted into white student regression
equations.
Kallingal (1970) reported findings similar to those of the afore-
mentioned writers from a study conducted at Michigan State University. He
compared regression equations of black and white students, using a two-year
grade point average criterion. The results of the study underscored the
need for separate regression equations for black and white students at
M.S.U. Like others he found that by using regression equations of whites
for prediction of black student grades an overprediction of black student
performance resulted.
Bowers (1970), in his study at the University of Illinois on first
semester regressions of grade point average on high school rank- in-class and
verbal and quantitative score on the Cooperative School and College Ability
Test (SCAT)
,
found that high school rank and SCAT verbal scores were useful
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as predictors of grade point average for all groups tested. But separate
regression equations for prediction were indicated, because of significant
differences in regression weights for all the independent variables.
Cleary (1968) has reported the following conclusions about these biases:
Tests appear to reflect what is required to perform
under traditional instructional strategies and grading
practices; attacking the test is justified to the
same extent attacking conventional educational practices
is justified.
Furthermore, she concludes that:
Deficit on conventional tests is better explained by
socioeconomic disadvantage than by racial factors.
Differences in test score means for racial or socio-
economic groups is not in itself evidence of test bias.
Summary
The purpose of this review of literature was to present outcomes of
major research efforts made regarding enrollment of black students in
institutions of higher education and the correlates of academic success of
these students at predominantly white institutions. The enrollment picture
has been summarized with special attention being given to recent findings
on increased enrollment of black students. Secondly, special attention was
focused on published studies that have tested the effectiveness of tradi-
tional predictors to measure academic performance in college. The main
points covered in the review may be summarized as follows:
Enrollment of Black Students in Predominantly White Colleges
- The
number of black students entering predominantly white colleges was
mcreas-
ing—though at a slower rate than a cursory glance might indicate—according
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to Sadlacek e_t _al. (1972). The four-year public university appeared not to
be shouldering its full responsibility when measured against private four-
year institutions and two-year community colleges. Community colleges
and predominantly black colleges still admit the majority of black students.
According to Crossland (1970) the percentage of black students relative
to the percentage of blacks in the general population was quite small.
He estimated that to bring black people to parity with the white population
there would have to be a 116 percent increase in black student enrollment.
Rhodes (1970) indicated that the attention of the black students has been
raised and expectations increased, but institutions of higher learning are
not responding adequately. He reported that most black high school graduates
will not enter institutions of higher learning. The expectations of the
writers indicated that there is likely to continue to be a substantial
number of blacks in higher education even though, as Sadlacek et a^. (1972)
explained, the number had leveled off to four percent of total college and
university enrollment in predominantly white colleges. Though these writers
were concerned with enrollment of black students, interest in the validity
of ability measures and high school rank-in-class for predicting academic
success has been a pressing concern as various programs and devices have
been used to admit black students to institutions of higher learning.
Academic Performance of Black Students in Predominantly White
Institutions - A study by Clark and Plotkin (1963) for the National
Scholarship Service and Fund for Outstanding Negro Students has suggested
that the SAT might be biased against black students for prediction
of
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academic performance in college and that actual performance of black
students in predominantly white colleges is better than the SAT scores
indicate. More recent empirical studies—some quite sophisticated as
Cleary (1968)—indicate that the SAT predicts equally well for blacks as
for whites, but if there is a bias it favors black students. Subsequent
writers, Temp (1971), Pfeifer and Sadlacek (1971), Kallingal (1970) and
others have verified Cleary's findings.
Cleary (1968) concluded that minority student performance is explained
better by socioeconomic than racial factors. It also appears from the
literature that separate regression equations should be used to predict
academic performance for black and white students.
CHAPTER III
DESCRIPTIVE OVERVIEW OF THE DATA
Selection Procedures Used to Admit Black
Students to the University of Connecticut
The University of Connecticut’s black student population grew from
approximately sixty students in 1966 to nearly four hundred students with
the entering class of 1971. Figure 1 shows the steady increase in the
number of entering black students at the Storrs campus. There was a
conscious effort on the part, of the admissions personnel involved to make
the black population as heterogeneous as possible by recruiting from urban,
rural, Southern, and Northern areas of the United States.
In-state students were recruited throughout Connecticut by means of
personal contact with graduating seniors, counselor recommendations and
community leader recommendations. The assistance of the Connecticut Talent
Assistance Cooperative (CONNTAC, an Office of Education Talent Search
Program) and various Upward Bound programs in the State provided much-
needed information on students being recruited for admission to the
University. A deliberate effort to attract bright students from out-of-
state was carried out primarily through two sources: the National
Scholarship Service and Fund for Negro Students (NSSFNS) and the National
Achievement Scholarship Program (NASP) . The recruitment of these students
( 32 )
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was done primarily by mail, requiring at times personally handwritten
responses to student correspondence. The University of Connecticut
purposely sought outstanding students through HASP and NSSFNS so as to
counteract the notion that every black student attracted to the University
was a Summer Program (i.e., 'disadvantaged') student. In order to attract
these exceptional students, a Black Merit Scholarship was offered to both
in-state and out-of-state HASP students. The Black Merit Scholarship was
given to each qualified matriculant regardless of need - $1,000 going to
State of Connecticut students and $1,400 to out-of-state students. These
scholarships helped the University to compete more effectively with other
colleges who were seeking these select students. Table 3 shows the numbers
of black students attracted from out-of-state, most of whom were recruited
through NASP or NSSFNS.
Black females were recruited and enrolled in approximately the same
numbers as males. Table 3 also shows the enrollment of black students
by sex. The rationale behind the approximately equal numbers of both
sexes was two—fold; one, black students of both sexes deserved an equal
opportunity to attend the State University; second, black students were
expected to adjust at the Storrs campus academically, and by having equal
numbers of both sexes it was hoped that adjustment to the academic rigors
and the social environment at Connecticut would be eased.
In the course of three years, beginning in 1969 and ending in 1971,
larger numbers of Summer Program students were admitted to the University
of Connecticut each year. (Attempts were made as early as 1967 to increase
black student enrollment through increased admission of Summer Program
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TABLE 3
SEX, ORIGIN, AND ADMISSIONS STATUS
OF ENTERING BLACK STUDENTS AT THE
UNIVERSITY OF CONNECTICUT: 1967 - 1971
STUDENT CHARACTERISTICS
SEX ORIGIN TYPE OF TOTAL
ADMISSION
1967
NUMBER
7. OF
TOTAL
16
467.
19
547.
32
917.
3
97.
24
697.
li
317.
35
1007.
NUMBER 20 24 38 6 23 21 44
1968
7. OF
TOTAL
457. 557. 867. 157. 527. 487. 1007.
NUMBER 37 48 57 28 53 32 85
1969
7. OF
TOTAL
447
;
567. 677. 337. 627. 387. 1007.
NUMBER 81 .73 Ill 43 74 70* 154
1970
7o OF
TOTAL
537. 477. 727. 287. 517. 487. 1007.
NUMBER 87 89** 143 33** 90 86
** 177
1971
7. OF
TOTAL
49.27. 50.37. 817. 197. 517. 497.
1007.
IN OUT OF SUMMER
MALE FEMALE STATE STATE REGULAR PROGRAM
* CEMS STUDENTS NOT INCLUDED
** ONE STUDENT HAD NO DATA
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students.) It was believed that black talent would not be sufficiently
represented at the University if only the traditional criteria of high
college board scores were employed by the Admissions Office. Furthermore,
if these indices were used exclusively, there would never be a sizeable
black student population at the Storrs Campus. It was also felt by
admission personnel that because of environment and many other factors,
black talent would be left behind to follow the same vicious cycle of
rejection and unemployment their parents had experienced. It was agreed
that the State University had an obligation to black student residents in
Connecticut to provide access to higher education, and if necessary, to
provide the necessary supportive services that would ensure student
survival. Therefore, over the course of three years substantial numbers
of black students were admitted to the University of Connecticut as Regular
Admits (217) and as Summer Program students (185). Proportionately,
fifty-four percent of the black students were Regular Admits and forty-six
percent were Summer Program students. Table 3 shows the number of students
in the two programs for 1969 through 1971. The increase in numbers of
Summer Program students reflected implementation of a new posture on
admissions enabling additional black students with marginal credentials to
enter the University. These students participated in a Summer Program and
were thought of, in most cases, as "high risk" students.
Furthermore, after admission to the University, black students chose
the College of Liberal Arts and Sciences overwhelmingly as their first choice
(Table A). The same picture is true for their white student peers. Two
reasons may explain thist many undecided students began their training
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TABLE 4
SCHOOL/COLLEGE PREFERENCES OF ENTERING
BLACK STUDENTS FROM 1969 - 1971
SCHOOL/COLLEGE NUMBER OF
STUDENTS
PERCENTAGE OF
STUDENTS
College of Agriculture 5 17.
College of Liberal Arts and Sciences 275 677.
School of Business Administration 39 97.
School of Education 1 27.
School of Engineering 17 47.
School of Fine Arts 20
57.
School of Home Economics 9
27.
School of Nursing 16
47.
School of Pharmacy 10
27.
School of Physical Education 9
27.
School of Physical Therapy 10
27.
Total 411
1007.
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through a liberal arts program, and usually after the second year declared
a particular major in the College of Liberal Arts and Sciences or in another
school or college within the University. Secondly, the College expected
and encouraged students to spend approximately two years "shopping around"
before making a firm commitment to a particular school or college. For
blacks, in particular for Summer Program students, this Lwo-year period
helped to make the transition easier.
Subjects of the Study
The subjects for the study consisted of: in 1969, eighty-five black
entering freshmen; in 1970, one hundred fifty-five black entering freshmen;
and in 1971, one hundred eighty-eight entering freshmen admitted to the
University of Connecticut under two recruitment/admissions programs.
(Note letters of acceptance to entering freshmen; CEMS, Summer Program,
and Regular Admits, Appendices A - C) . The selection of Regular Admit
black students was handled through the Admissions Office of the University
of Connecticut and in most instances by an individual admissions officer.
Summer Program students, on the other hand, were selected through the
Admissions Office in conjunction with the Summer Program staff. These
students represented the total population of black students matriculating
at the University of Connecticut in the programs and years mentioned
above. Furthermore, the University did not consider dismissal
of black
students until after their first year of matriculation, and
only after
students performed below a 1.4 average (all University of
Connecticut
students were guided by this policy)
.
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For comparative purposes of the study a random sample of Regular Admit
white students was identified from entrance credentials assembled from the
University of Connecticut Archives and Registrar's Offices. These students
were randomly selected to equal approximately black student numbers because
of the relatively large population of white students compared to the very
small population of black students in the student body. The students
selected for the sample population had the same entering class years of
admission as black students: 1969, 1970, and 1971. The sample was drawn
from an entering class of approximately 2,300 students each year. The
writer selected by random means with no known bias approximately equal
numbers of white students. The random sample produced three groups of
white students as follows: 1969, one hundred twenty-nine freshmen; 1970,
one hundred fifty-five freshmen; and 1971, one hundred eighty-one freshmen.
After identifying students from both races, the writer than plotted
percentage distributions of certain characteristics of these groups. SAT
Verbal and Mathematical Test scores and high school ranlc-in-class for
these groups reflected the separate admission criteria used for each (see
Figures 2, 3, and 4). It is worth noting here that Regular Admit blacks
and Summer Program blacks will not be lumped together as one group in
further analyses; they were clearly admitted according to different
criteria. The writer also plotted graphically the first semester quality
point averages and the first year quality point averages for each group
of students (see Figures 5 and 6). It appears from the grade distribution
curves that seventy-five percent of Regular Admit black students survived
the first year based on a 1.4 cut-off. Fifty-seven percent of the
Summer
Program black students survived the first year. On the other hand
98% of
Regular Admit white students survived the first year.
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Questions Investigated
This chapter has thus far presented a brief description of the selection
procedures used to admit black students to the University of Connecticut,
and a description of the subjects involved in the present study. Further
description of the populations follows from the first two questions posed
in Chapter I:
1. How does the performance of Regular Admit black students
on SAT Verbal and Mathematical test scores, their high
school rank—in-class
,
and their grades at the University
of Connecticut compare with those of Regular Admit white
students—are the two groups significantly different in
these respects?
2. How does the performance of Summer Program black students
on SAT Verbal and Mathematical test scores, their high
school rank-in-class
,
and their grades at the University
of Connecticut compare with those of Regular Admit black
students—are the two groups significantly different in
these respects?
In order to investigate both questions the writer analyzed the data
by comparing mean score differences—testing the hypothesis that the means
of the three admission groups were not different on predictor and criterion
variables.
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Testing for Mean Score Differences
The writer tested the hypothesis that the three admission groups were
not different on predictor (SAT Verbal and Mathematical test scores and
high school rank-in-class) and criterion (first semester and first year
quality point average) variables. The writer tested the mean differences
for the following groups: Regular Admit white to Regular Admit black
students, Regular Admit white to Summer Program black students, and Regular
Admit black to Summer Program black students. These tests for mean score
differences involved SAT Verbal and Mathematical test scores, high school
rank—in-class
,
first semester quality point average, and cumulative quality
point average for the first year, using two types of t-tests. In addition,
the writer tested for significant differences in variance around the means
of the groups. Wherever possible the pooled variance estimate was employed.
When the variance test was significant for the pooled variance estimate
—
indicating that the variance of the two groups was significantly different
—
the writer then used the more conservative separate variance estimate to
test for mean differences. Both tests of mean differences were used
simultaneously in the analyses.
The results of the first group (Regular Admit black and Regular Admit
white students) are shown in Table 5. The mean score differences were
significant at the .0001 level in all categories mentioned above with the
separate estimate of variance being used to test mean score differences
for high school rank-in-class, first semester, and first year quality
point average. A second test was performed on Regular Admit white and
Summer Program black students. The results are shown in Table 6. The mean
47
score differences were significant at the .0001 level for all categories
with the separate estimate of variance being used with high school rank-in-
class and SAT Mathematical test scores. The third group tested for mean
score differences consisted of Regular Admit black and Summer Program black
students. The mean score differences were significant at the .0001 level
for all categories. The separate estimate of variance was used when testing
mean differences for SAT Verbal and high school rank-in-class. Table 7
shows the results of the test for these two groups.
Tables 5 and / also indicate that Regular Admit black students were
significantly different from Summer Program black students, as they were
from Regular Admit white students. Regular Admit black students were
less than one standard deviation below Regular Admit white students on
SAT Verbal scores and slightly over one standard deviation below Regular
Admit white students on SAT Mathematical scores. On the other hand,
Regular Admit black students were slightly over one standard deviation
above Summer Program black students on SAT Mathematical scores, and
slightly over one and one-half standard deviations above on SAT Verbal
scores. On high school rank-in-class Regular Admit black students were
approximately one standard deviation below Regular Admit white students.
Regular Admit black students are over one standard deviation above Summer
Program black students on high school rank- in-class
.
When comparing Regular Admit black students to Regular Admit whites
on first semester and first year quality point averages, Regular Admit
black students were one to one and one-half standard deviations below
their Regular Admit white peers. On the other hand, Regular Admit and
black students for the first semester and first year qualitySummer Program
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point averages were less than one standard deviation apart, with Summer
Program black students showing a marked change upward from first semester
to first year cumulative quality point averages.
Summary
It was found that the three admissions groups (Regular Admit black
and Summer Program black students and Regular Admit white students) differ
significantly from each other. On preadmissions measures, Regular Admit
white have higher credentials than do their Regular Admit black student
peers. Similarly, Regular Admit black students have higher preadmissions
credentials than Summer Program black students. On first year performance
Regular Admit white students have higher quality point averages than
Regular Admit black students. Regular Admit black students have higher
quality point averages than their Summer Program black student peers.
CHAPTER IV
METHODS AND PROCEDURES; RESULTS AND SUMMARY
The purpose of the present investigation, as has been stated in Chapter
I, was to compare the validity of preadmission indices (SAT Verbal and
Mathematical test scores and high school rank-in-class) for black students
(Regular Admit and Summer Program) versus white students (Regular Admit)
for predicting quality point average for those students completing the first
year of academic work at the University of Connecticut. Of the three
questions posed earlier in Chapter I which it x^as the purpose of this study
to answer (see p. 5), one and two have been answered in Chapter III. The
third remaining question will be considered in detail in this chapter:
How does the regression of grades on the predictor
variables (SAT Verbal and Mathematical test scores
and high school rank-in-class) for Regular Admit
black and Summer Program black students compare with
that for their Regular Admit White peers?
The purpose of this chapter is to describe the methods and procedures
used to analyse the data and to examine the results. Conclusions reached
as a result of the investigation compose the final section of the
chapter.
Methods and Procedures
The methodology for this investigation of black and
white student
populations at the University of Connecticut will be
presented in three
(52 )
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sections: questions investigated, description of the statistical treatments,
and results.
Questions Investigated
The basic questions of concern have to do with whether regressions of
grades on preadmissions measures are congruent for the three groups of
students Regular Admit white, Regular Admit black, and Summer Program
black. Greater reliability can be attained from the larger numbers in
each group available from the three years under study. However, before
combining data for the three years in each instance it must first be
established that there are no academic year effects for the three groups:
that is, predictors and grading standards retain their usual role and
level, so that no obfuscation of data occurs if the groups by year are
combined
.
Statistical Treatments
Multiple regression analysis and analysis of covariance were employed
for this study. The applicability and usefulness of these techniques for
the study of these data are explained below.
Applicability of Multiple Regression Analysis to the Study . Multiple
regression analysis is a statistical method of combining a number of
predictors or independent variables in a single equation in order to make
the best prediction or reduce error variance. Colleges have found that
the SAT Verbal and Mathematical scores and high school rank-in-class
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normally correlate with grade point average in college. Each of these
factors has a certain predictive value when used to evaluate future college
academic success, but combining all the predictors generally gives a better
prediction than is possible for any single predictor alone.
By using a multiple regression equation, it is possible to determine
the amount of unique variance in the dependent variable which can be
attributed to each independent variable. The unstandardized regression
weights for the independent variables in the equation represent the magni-
tude of the change in the dependent variable associated with a unit change
in each independent variable. Alternately, the structural characteristics
of the relations between quality point average, ability measures, and high
school rank-in-class may be investigated by examining the standardized
regression coefficients.
Multiple regression analysis using the Statistical Package for the
Social Sciences (SPSS) Version Six was applied to determine the correla-
tion between independent variables (ability measures) used in the selection
of students to the University of Connecticut, and their mean quality
point averages. Before making these analyses for Summer Program, Regular
Admit black, and Regular Admit white students, all high school percentile
ranks-in-class were changed to T-scores with means of 50 and standard
deviation of 10 (and where a T-score of 50 would be equivalent to a class
rank at the 50th percentile)
,
to permit their proper use in the regression
analyses.
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Correlation Between Predictor and Criterion Variables
Before proceeding to the multiple regression analysis, it is appropriate
to examine the zero—order relationships among predictor and criterion
variables. Table 8 shows the results for Regular Admit white students.
There are significant correlations among predictor and criterion variables
in all three years (1969-1971). Table 9 shows the results for Regular Admit
black students. There are significant correlations each year between SAT
Mathematical or high school rank-in-class and quality point average, except
for SAT Mathematical and quality point average in 1969. The SAT Verbal
shows no significant correlation with quality point average for any of
the three entering class years. There is significant correlation between
SAT Verbal and SAT Mathematical scores in all three entering class years
among Regular Admit black students. There is no significant relationship
between SAT Verbal and high school rank-in-class . Table 10 shows the
results for Summer Program students. There is no significant correlation
between predictor and criterion variables over the three years. There is
significant correlation between SAT Verbal and Mathematical test scores
as would be expected; there is, however, no significant correlation between
test scores and high school rank-in-class, except for SAT Verbal in 1969.
As in the case of the Regular Admit black students, the Summer Program
black students' test scores appear generally not to show the traditional
relationship found for white students with high school rank. This could be
the result of selection factors, when black applicants with low scores
on
one variable were admitted only if they had high scores on the other.
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The intercorrelations among predictor and criterion variables with
the three years combined for three admissions groups is shown in Table 11.
There is significant correlation between SAT Verbal and Mathematical scores
for all three groups. For Regular Admit whites there is significant corre-
lation among SAT Verbal and Mathematical test scores and high school rank-
in-class. This is not the case for Regular Admit and Summer Program black
students. For the two black sub-groups, high school rank-in-class is not
significantly related to the SAT Verbal and Mathematical test scores.
Regular Admit black and white students show significant positive corre-
lations between all predictor variables and quality point average for the
three years combined. On the other hand, Summer Program students combined
for the three years show no significant correlation between predictor
variables and quality point average. Figures 7-9 for Regular Admit
whites and Figures 10 - 12 for Regular Admit black students show the
bivariate distribution of predictor variables on quality point average.
Figures 13 - 15 show the bivariate distribution of predictor variables
on quality point average for Summer Program students. In general, these
scatter diagrams reveal no further significant information.
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Proposed Hypothesis Model - Testing for Year Effects
A first concern is to test for differences in the regression of
ability measures and high school rank-in-class on quality point average
that may be associated with the year of admission (and the year in which
a freshman average grade was achieved). Using the model described below,
the writer tested for year differences on C.Q.P.A. for all three admission
categories over the three years of entering classes (1969, 1970, and 1971).
An analysis of covariance procedure was used, which required setting up
three equations for each of the three admission groups, as follows:
Equation 1 :
y =a+ 3 x + B 2x 2 + $ 3x 3 + e
where
y = quality point average for first year
a = y intercept of the regression equation
= regression coefficient of SAT V,
x
x
= score on SAT V
3 2 =
regression coefficient of SAT M,
x 2 =
score on SAT M
3 = regression coefficient of high school
rank-in-class, X3 = score on high school
rank-in-class
e = random error (uncorrelated to prediction
or criterion variables)
Equation I is concerned with the estimate of the regression effects of
ability measures and high school rank-in-class on quality point average for
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all persons. This model assumes that all groups have the same adjusted
means (y intercepts) and common regression coefficients (parallel and equal
slopes)
.
Equation II :
y ~ a + BjXj + B 2x 2 + B 3 X 3 + Bi*rj + B 5 r 2 + e
where
y = quality point average for first year
a = y intercept of the regression equation
3! = regression coefficient of SAT V,
x
x
= score on SAT V
3 2 = regression coefficient of SAT M,
x 2 = score on SAT M
3 3 = regression coefficient of high school
rank-in-class
,
x
3
= score on high school
rank-in-class
3 4 = regression coefficient for students in
1970; r
x
= dummy variable which is 1
for all students in 1970 and zero for
students in 1971
B 5 =
regression coefficient for students in
1971; r 2 = dummy variable which is 1
for all students in 1971 and zero for
students in 1970
e = random error
Note: 1969 students are identified as
zero on both r
^
and r
2
Equation II differs from Equation I by the addition of two dummy
variables that represent the mean deviation of years 1970 and 1971 from
the
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year 1969 mean. This model implies the equality of regression coefficients
of all years for the groups, but does not assume that the adjusted means
(y intercepts) are equal.
Equation III :
y = a + 8 jX x + 8 2x 2 + B 3x 3 + 8 4 rj + 8 5 r 2 + 8 6 r lXl +
^7 r i X 2 + ^8 r iX 3 + fV 2X ! + Bio r 2X 2 + &li r 2X 3 + e
where
y = quality point average for first year
a = y intercept of the regression equation
= regression coefficient of SAT V,
Xj = score on SAT V
8 2 = regression coefficient of SAT M,
x
2 =
score on SAT M
83 = regression coefficient of high school
rank-in-class
,
x 3 = score on high school
rank-in-class
8 4 = regression coefficient for students in
1970; r
1
= dummy variable which is 1
for all students in 1970 and zero for
students in 1971
8 5 = regression coefficient for students in
1971; r 2 = dummy variable which is 1
for all students in 1971 and zero for
students in 1970
= regression coefficient for the inter-
action between 1970 students and SAT V;
rxXj = products of the dummy variable
(1970) times SAT V
8 ? = regression coefficient for
the inter-
action between 1970 students and SAT M;
r x = products of the dummy variable
(1970) times SAT M
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= regression coefficient for the inter-
action between 1970 students and high
school rank-in-class; rjx
3 =
products
of the dummy variable (1970) times
high school rank- in-class
$9 = regression coefficient for the inter-
action between 1971 students and SAT V;
r 2x i = products of the dummy variable
(1971) times SAT V
3 10 = regression coefficient for the inter-
action between 1971 students and SAT M;
r
2
X
2
= P r°ducts of the dummy variable
(1971) times SAT M
3 1 1 - regression coefficient for the inter-
action between 1971 students and high
school rank-in-class; r
2
x
3 =
products
of the dummy variable (1971) times
high school rank-in-class
e = random error
Note: 1969 students are identified as
zero on both r! and r 2
Equation III above makes no assumptions about the adjusted year means
(y intercepts) or equality of slopes. Equation III represents all of infor-
mation found in separate regressions for the three years.
In order to determine which of the three equations most appropriately
describes the relationship of ability measures and high school rank-in-class
with quality point average, we can use an incrementral F ratio to test the
sequence of hypotheses about the common adjusted means and the equality of
slopes. The incremental F test calculated from the equation is as
follows:
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(R* - R*) / (df 2 - dfj)
F =
(1 - R 2 ) / (df/res 2 )
where
2R
1
= multiple correlation in original
equation
2R
2 = multiple correlation after adding
variables to equation one
dfj = degrees of freedom in original
equation
df 2 = degrees of freedom associated with
variables added to equation one
This formula was employed to test whether the dummy variables (years:
1969, 1970, and 1971) significantly increased the ability to predict above
what the ability measures were able to perform by themselves. Likewise,
the formula was used to test whether the interaction terms (products of the
dummy variables times the ability measures) significantly added to the
ability to predict the quality point average above what the ability measures
were able to perform themselves.
These procedures are identical with procedures found in most statistic
texts directed at psychologists (E. G. Walker and Lev, 1971). However,
the regression procedure used here is more convenient and versatile than
those described in earlier text books. A complete description of the pro-
cedures used here and its similarity with conventional analysis of covariance
can be found in Kerlinger and Pedhazur (1975).
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Test of Hypothesis
The first hypothesis tested was that of the equality of regression
coefficients (slopes)
. It was tested by comparing the increment to R 2
generated by adding the six interaction terms, representing different
regression coefficients for each of the three years. If this hypothesis
is accepted, Equation III may be rejected on the basis of simplicity of
explanation. If the hypothesis is rejected. Equation III is the appropriate
model
.
The second hypothesis tested assumed that the adjusted means (y inter-
cepts) for the years after controlling for SAT Verbal and Mathematical test
scores and high school rank-in-class were the same for all groups (Regular
Admit blacks, Regular Admit whites, and Summer Program students). It was
tested by comparing the increment to R 2 generated by adding the two dummy
variables, representing the three years (1969, 1970, and 1971). If this
hypothesis is accepted, Equation II may be rejected on the basis of
simplicity of explanation. If the hypothesis is rejected, Equation II is
the appropriate model.
The third hypothesis tested assumed that the adjusted means (y inter-
cepts) for the years after controlling for SAT Verbal and Mathematical test
scores and high school rank-in-class and slopes were zero for the total
sample. It was tested by comparing the increment to R
2 generated by using
the regression effects of the ability measures and high school rank-in-class
to zero. If this hypothesis is accepted, Equation I may be rejected.
Acceptance of the hypothesis suggests that there exists no relationship
between quality point average and ability measures and high school
rank-m-
class for the three years.
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Statistical Results
For each of the three admissions categories—Regular Admit white.
Regular Admit black, and Summer Program black students—the writer performed
the incremental F test for the hypothesis— that the regression planes for
the three years were congruent. This proved not to be the case for Regular
Admit white students—thus the hypothesis was rejected. The R 2 for
Equation III was .27488 and the R 2 for Equation II was .24798. Using the
formula above to test for equality of slopes, the writer calculated an F
value of 2.6528 (significant at the .05 level) with 6 and 428 degrees of
freedom for the first year cumulative quality point average. This suggested
that the slope change variables contributed significantly to the regression
fit for Regular Admit white students. This also suggested for Regular
Admit white students three separate regression equations for each of three
years of entering classes are needed if maximal accuracy of prediction is
obtained.
Table 12 shows the results of the three separate equations. SAT
Verbal and high school rank-in-class have the highest significant influence
on quality point average. In 1971, high school rank-in-class showed the
highest amount of prediction impact on quality point average. In 1970,
the SAT Verbal and Mathematical scores had the highest prediction impact
on quality point average. Yet, in 1969, SAT Verbal and high school rank-
in-class had the highest prediction impact on quality point average for
Regular Admit white students.
For Regular Admit and Summer Program black students the increment F
test was performed in a manner similar to that for Regular Admit white
TABLE 12 77
MULTIPLE REGRESSION OF GRADES ON SAT V, M, AND RANK.
FOR REGULAR ADMIT WHITE STUDENTS IN 1969
VARIABLE B* F R2 DF F
SAT V .30983 13.635 .21953 3/123 11.53240
SAT M .02573 0.091
RANK .28713 11.993
MULTIPLE REGRESSION OF GRADES ON SAT V, M, AND RANK
FOR REGULAR ADMIT WHITE STUDENTS IN 1970
VARIABLE B* F R 2 DF F
SAT V .26617 11.992 .24574 3/146 18.85442
SAT M .22386 8.122
RANK .19269 6.470
MULTIPLE REGRESSION OF GRADES
FOR REGULAR ADMIT WHITE
ON SAT V, M
STUDENTS IN
,
AND RANK
1971
VARIABLE B* F R
2 DF F
SAT V .14734 5.001 .29715 3/177 24.30337
SAT M .09337 2.022
RANK .46924 3.046
*Standardized Regression Coefficients
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students. Parallel regression slopes were found for both Regular Admit
and Summer Program black students—thus the hypothesis was accepted.
The R 2 for Equation III for Regular Admit blacks was .21393, and for Summer
Program blacks .14901; the R 2 for Equation II was .20794 for Regular Admit
blacks and .11279 for Summer Program blacks. Using the formula on page 74
to test for equality of slopes, the writer calculated an F value of .2184
(not significant at the .05 level) with 6 and 172 degrees of freedom for
Regular Admit black students. In the test for equality of slopes for the
three years, the data for the Summer Program black students produced an
F value of .89431 (not significant at the .05 level) with 6 and 126 degrees
of freedom. This suggested that the slope change variables failed to
contribute significantly to the regression fit for first year cumulative
quality point average for Regular Admit black and Summer Program black
students
.
The writer then tested separately for the two groups the adjusted
mean differences for the years 1969, 1970 and 1971. The second hypothesis
tested assumed that the adjusted means were the same for all years for each
group. This test is performed by comparing the increment to R
2 generated
by adding the two dummy variables representing the three years of entering
classes (1969, 1970, 1971). If this hypothesis is accepted, Equation II
may be rejected on the basis of simplicity of explanation. If the hypothesis
is rejected. Equation II is the appropriate model. The writer performed
the increment F tests for the hypothesis that the adjusted means were the
same for Regular Admit black students and Summer Program
black students
This proved not to be the case for both groups overfor three years.
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three years—thus the hypothesis was rejected. The R 2 for Equation II
for Regular Admit blacks was .20794 and for Summer Program blacks .11279;
the R 2 for Equation I was .17379 for Regular Admit blacks and .00777 for
Summer Program blacks. Using the formula above to test for adjusted mean
differences, the writer calculated an F value of 7.813 (significant at the
.05 level) with 2 and 132 degrees of freedom. This suggested that the year
of entry did not contribute significantly to the regression fit, but that
the groups had significantly different means for the first year cumulative
quality point average.
Table 13 shows the results for Regular Admit black students. High
school rank-in-class has the highest prediction effect for all three years
with SAT Mathematical scores having the next highest level of prediction
impact on quality point average. SAT Verbal has no prediction impact on
quality point average over the three years. Regular Admit black students
have similar CQPA's in 1969 and 1971, but in 1970 they show considerably
lower CQPA's controlling for predictor variables.
Summer Program black students, Table 14, show the prediction impact
of the three independent variables and the two dummy variables. There
appears to be very little prediction impact on quality point average
associated with the predictor (independent) variables. Summer Program
black students have similar CQPA's in 1969 and 1971, but in 1970 they,
as their Regular Admit peers above, show considerably lower CQPA's control-
ling for predictor variables.
The writer has shown that there were significant differences in
regression coefficients for Regular Admit white students for each
of the
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three entering classes in this study. In addition, Summer Program and
Regular Admit black students were found to have no significant differences
in regression coefficients, but over the three years their adjusted means
were different.
Testing Each Year (1969-1971) for Admission Type
Differences for Regular Admit White and Black Students
The results of the year effects analysis indicated that Regular Admit
white students should be analyzed on a year to year basis rather than
combining them over three yeras. Therefore, to compare the admission type
differences between Regular Admit white and black students, it was necessary
to analyze the two admission groups for each year of admission (1969, 1970,
and 1971). The analysis of covariance was applied requiring three separate
equations for the three admission years.
The equations are summarized briefly below:
Equation I*+
y = a + ftjXj + 3 2x 2 + $ 3x 3 + e
Equation II*+
y = a + 3 ^! + B 2x 2 + $3X3 + 3 4 Pj + e
where
= regression coefficient for Regular Admit
black student group; Pj = dummy variable
which is for all members of Regular
Admit black student group and zero for
Regular Admit white student group
Equation III*+
y = a + PjXj + B 2x 2 + B 3x 3 + B 4Pj + 3 5P 1x 1 +
3 6PlX 2 + $7Pl X 3 + e
where
3 5 = regression coefficient for the inter-
action between Regular Admit black
student group on SAT V;
P
i
x i
= product of the dummy variable
(Regular Admit black group) times the
SAT V
3 6 = regression coefficient for the inter-
action between Regular Admit black
student group on SAT M;
Pi x 2 = product of the dummy variable
(Regular Admit black group) times the
SAT M
$7 = regression coefficient for the inter-
action between Regular Admit black
student group on high school rank-in-
class; Pix 3 = product of the dummy
variable (Regular Admit black group)
times the high school rank-in-class
e = random error
*Three equations for the two groups
+Summer Program black students not included in equation
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Statistical Results
Subsequent to the analysis of covariance, the writer used the increment
F test for the hypothesis that the slopes were equal in each of the three
years (1969, 1970, and 1971). This was the case for each of the three
years—the R 2 in Equation III for 1969 was .42013 and the R 2 in Equation
II was .41283. The F ratio was .62105 (not significant at the .05 level)
on 3 and 148 degrees of freedom. Similarly, in 1970 the R 2 in Equation
III was .49971 and the R2 in Equation II was .48995. The F ratio was 1.359
(not significant at the .05 level) on 3 and 209 degrees of freedom. The
results in 1971 were again similar to those in 1969 and 1970; the R 2 in
Equation III was .44912 and the R2 in Equation II was .43237. The F ratio
was 2.5136 (not significant at the .05 level) on 3 and 248 degrees of
freedom. The results of the three years tests indicated that Regular
Admit white and black students have parallel regression lines for each
of the three years tested. The writer then tested for mean differences
(y intercepts) between the two groups for each of the three admission
years (1969, 1970, and 1971). This was the case for each of the three
years—the R2 in Equation II was .41283 and the R
2 in Equation I was
.34358. The F ratio was 17.808 (significant at the .05 level) on 1 and
152 degrees of freedom (See Table 15). For 1970, the R in Equation II
was .48995 and the R
2 for Equation I was .39115. The F ratio was 41.0674
(significant at the .05 level) on 1 and 212 degrees of freedom (See Table
16). Similarly, for 1971 the R
2 in Equation II was .43237 and the R
2
for Equation I was .40854. The F ratio was 10.5377 (significant
at the
.05 level) on 1 and 252 degrees of freedom (See Table 17).
The results
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of the analyses indicated that though Regular Admit black and white students
had parallel regression slopes, the means (y intercepts) were different.
The following illustrates the impact of (or error in) the use of the
Regular Admit white student prediction equation for Regular Admit black
students for the years 1969, 1970, and 1971. In 1969 using the Regular
Admit white prediction equation Regular Admit black students predicted
a 2.397 average (See Table 18). Their actual quality point average for
the first year was 2.0 in 1969. In 1970 using the Regular Admit white
prediction equation—Regular Admit black students predicted a 2.103 average
(See Table 19). Their actual quality point average for the first year was
1.6 in 1970. Finally, in 1971 using the Regular Admit white prediction
equation—Regular Admit black students predicted a 2.235 average (See
Table 20). Their actual quality point average for the first year was 1.8
in 1971. The results of the use of the Regular Admit white regression
equation for Regular Admit black students overpredicted the quality point
average of Regular Admit black students in each of the three years of
entering classes tested.
Inasmuch as the standard predictors were found to have no significant
and consistent predictive value for the Summer Program black students,
tests comparing the regressions of the predictors on grades for these
students against the regressions for the Regular Admit whites or blacks
are not appropriate or necessary.
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Summary
The findings of the analyses of covariance may be summarized as
follows
:
1. When testing for differences in year of admission (1969, 1970,
or 1971 ) and its effect on first year quality point average,
the writer found that Regular Admit white students need three
separate regression equations for their year of entry, but that
three separate regression equations for the three years are
not required for the Regular Admit black students.
2. For the two admissions categories (Regular Admit white and
Regular Admit black) results of the analyses on a year by
year basis indicated that the regressions for the whites
versus those for the blacks differ significantly.
3. For the two admissions categories (Regular Admit white and
Regular Admit black students) resu] ts of the analyses indicated
that the grades for Regular Admit blacks would be substantially
over predicted by the Regular Admit white regression equation.
A. Using the traditional predictors for the Summer Program black
students, no regression equation could be established to
predict academic performance.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
The primary purpose of this study was to investigate the ability of
SAT Verbal and Mathematical scores and the high school rank-in-class to
predict the quality point average for black students completing their first
year at the University of Connecticut, and to determine if any predictive
effect for black students is similar to that for whites.
The study subjected to experimental analysis several hypotheses based
on the assumption that there was no difference between the admissions groups
on quality point average controlling for SAT Verbal and Mathematical test
scores, and high school rank-in-class.
The 458 Regular Admit white students were randomly selected by the
writer from classes of approximately 2,300 students each year from 1969-1971.
The Regular Admit and Summer Program black students numbering 416 students
combined represents the entire population of black students entering
Connecticut in 1969-1971.
Originally the following questions were posed for this study:
1. How does the performance of Regular Admit black students on
SAT Verbal and Mathematical test scores, high school rank-in-
class, and on grades at the University of Connecticut compare
with that of Regular Admit white students—are the two groups
significantly different in these respects?
( 93 )
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2. How does the performance of Summer Program black students on
SAT Verbal and Mathematical test scores, high school rank- in-
class, and on grades at the University of Connecticut compare
with that of Regular Admit black students—are the two groups
significantly different in these respects?
3. How does the regression of grades on the predictor variables
(SAT Verbal and Mathematical test scores and high school
rank-in-class) for Regular Admit black and Summer Program
black students compare with that for their Regular Admit white
peers?
Nine groups were established for the analyses. This consisted of the
three categories by type of admission and race (Regular Admit white,
Regular Admit black, and Summer Program black)
,
each divided into three
further sub-groups by year of admission (1969, 1970, and 1971). For each
of the nine groups, means, standard deviations, and zero-order correlation
coefficients among the predictor and criterion variables were computed.
Then, where significant relationships were found, analysis of covariance
procedures were used to determine if (1) the three sub-groups by year of
admission for each of the three sub-groups by admission type and race could
be combined, and if (2) the regressions for the groups by admissions type
and race were congruent or significantly different.
The results of the study in answer to question one above indicate that
Regular Admit white students are at least one to as much as one and one-half
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standard deviations above Regular Admit black students on SAT Verbal and
Mathematical test scores and high school rank-in-class cumulatively.
Similarly
,
Regular Admit white students are one standard deviation above
their Regular Admit black peers on first semester and first year cumulative
quality point average.
Comparisons of Regular Admit and Summer Program black students in
answer to question two showed significant differences also. Regular Admit
black students were at least one standard deviation higher than Summer
Program black students on SAT Verbal and Mathematical test scores and high
school rank-in-class . Regular Admit black students were approximately one
standard deviation above Summer Program black students on first semester
quality point average. On first year cumulative average, Regular Admit
black students were somewhat less than one standard deviation above their
Summer Program black peers. In contrast to Regular Admit white and to a
lesser degree Regular Admit black students, Summer Program black students
showed no relationship between quality point average and SAT Verbal and
Mathematical test scores or high school rank-in-class
.
Furthermore, for Regular Admit black students there was a positive
relationship between grades in college and SAT Mathematical and high school
rank-in-class, and a little less so on SAT Verbal test scores. Regular
Admit black students show a somewhat lower relationship than whites between
grades in college and SAT Mathematical and high school rank—in—class
.
There is essentially no relationship between SAT Verbal and quality point
average for Regular Admit black students. Summer Program students have no
relationship between college grades and preadmission indices indicating
96
that no regression can be established for these students. The regression
analysis performed to determine if there were year to year differences for
each of the three groups indicated that although Regular Admit black students
have a similar regression for the three years, Regular Admit white students
require separate year regression equations. As a result, a regression
analysis for Regular Admit white versus black students was performed for
each of the three years. The results indicated that Regular Admit black
and Regular Admit white students have parallel regression lines, but their
adjusted means (y intercepts) are different. If the Regular Admit white
students’ regression equation is used for Regular Admit black students,
over predictions of quality point average would result for the Regular Admit
blacks. A finding of some importance in this study is that Summer Program
black students are not predictable at the University of Connecticut using
traditional preadmission indices of success. These measures (SAT Verbal
and Mathematical and high school rank-in-class) show no relationship to
quality point average for Summer Program black students.
The analyses comparing Regular Admit black students and Regular Admit
white students suggest that the frequent findings of predictability and
performance of blacks versus whites (e.g., Cleary, 1968; Davis and Temp,
1971 ; Davis and Kemer Hoeg, 1971 - parallel regression lines, but higher
y-interceptsfor the whites) can be documented at Connecticut as well.
Summer Program students are not predictable on traditional admissions
criteria. It is difficult to suggest that the results of the analyses for
Summer Program students supports the NSSFNS findings of Clark and Plotkin
( 1963), because during the time of Clark and Plotkin's study there
were no
special programs of the type (Summer Program) at Connecticut in 1969 1971
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which admitted black students. However, it can be similarly said, in light
of Clark and Plotkin's concerns that the pre-admission indices used to
predict academic success for Regular Admit white and Regular Admit black
students, are simply not appropriate for predicting academic performance
of Summer Program black students.
Based on the results, as Temp (1971) has reported earlier in Chapter
II separate regression analyses will have to be made for Regular Admit
white and black students. Summer Program black student success in light
of their nonpredictability on SAT Verbal and Mathematical test scores and
high school rank-in-class will have to be analyzed based on the number of
students who survive, and on other indices discussed in Chapter IV.
There are, of course, other factors that could explain the absence of
predictability for the Summer Program students when using the traditional
pre-admissions measures. For example, these students take different courses,
at different times, from those attended by regular students; these special
courses may (1) involve different grading criteria; (2) vitiate the impact
of low credentials, by providing alternate pathways and skills relevant
to achievement; and (3) involve different content. future research should
be directed to these matters as well. One must also consider the fact that
only 57% of the Summer Program group had acquired a satisfactory average
(1.4) at the end of the first year. With so many failing, one may ask
if
the Summer Program should be continued, or, if so, what changes must
be made
to make it effective.
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Recommendations
Thus, the results of the analyses of predictability of grades for the
Regular Admit black versus white students at the predominantly and tradi-
tionally white University of Connecticut generally confirm those of similar
empirical studies at other predominantly white higher education institutions.
The validity of the traditional indices— the Scholastic Aptitude Test and
high school rank-in-class
—
predict performance at the University of
Connecticut equally well for two groups. However, as in the bulk of the
other studies, and using the first year cumulative average grade as the
criterion, whites perform at a higher level than do Regular Admit blacks
of similar levels on the preadmission indices.
The case for basing selection of students from larger pools of applicants
on the use of the traditional preadmissions measures, weighted as determined
by regression analyses, hangs on the ability of the measures to identify
those most likely to succeed academically. The regression equation produces
a predicted grade and an associated probability of survival. There is no
evidence in the current findings that use of the traditional preadmissions
measures is not warranted for Regular Admit blacks; rather, a separate
regression equation is indicated. Yet, if all applicants qualifying as
potentially Regular Admit—black and white—are admitted according to their
properly predicted grade, black applicants will require higher SAT scores
and high school ranks-in-class than white applicants with any given pre-
dicted grade. If similar standards have been applied to Regular Admit
blacks and whites in the past, and if the applicant pools do not change,
this new practice would result in proportionally fewer blacks being admitted
in subsequent years.
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The University has shown its willingness to increase the number of blacks
admitted to the Storrs campus, whether they meet the traditional admissions
standards or not.
Yet, blacks there, as in other traditionally white institutions in
the past decade, do not perform as well as their peers as determined by
standings on the traditional pre-admissions indices; and, attrition rates
for blacks
—
particularly the Summer Program blacks— are markedly and
significantly higher than for admitted whites.
The question of test bias thus becomes mute (for if the tests are
biased, they are biased in favor of the blacks, not in favor of the whites).
Rather, the University, in its regular or its special summer program, is
apparently not providing the extra facilitation that would be needed for
equivalent performance. Whether this can be accomplished, or how this can
be accomplished, is an urgent topic for further research and developmental
effort. In the meantime, the University, through continuing study of the kind
demonstrated here, should establish for each applicant and admitted student,
through separate analyses for black and white, the probable level of per-
formance, toward either or both of the following objectives: (1) selection,
and assignment to the University resources, those applicants most likely to
succeed (this is the traditional validity-based selective admissions pro-
cedure)
,
or (2) recognize that those admitted with lower probabilities
of
survival need programs more appropriate to their abilities, or need
special
assistance of a kind not yet identified in current practice if they
are to
have equal opportunity for academic success in the traditional
curriculum.
Finally, to the extent the findings at the University
of Connecticut
are similar to the findings at similar institutions
elsewhere, the same
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general conclusion holds. One must either accept the validity and authority
of the tests and levels of past performance, or must discover more reputable
and effective compensatory mechanisms—or
,
must challenge the validity
of conventional higher education curricula and grading standards as well.
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University
01
Connecticut
JUT.2 23, 1975
STORRS. CONNECTICUT 05233
CEMS Program
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Dear
I have received a letter from the Admissions Office at the
University of Connecticut informing me of your admission to the
University’s Storrs campus. When you were admitted to the
University, you ’were also admitted to the CEMS Program. This
letter will briefly explain what CEMS is and how it will affect
you at the University.
OEMS is the Committee for the Education of Minority Students.
This program was initiated- four-years -ago- to identify, admit and
support certain students the Admissions Office felt would be
best served by the program. CEMS is designed for students who
are stronger than the Summer Program students, but weaker than
those we would admit regularly. It is our feeling that CEMS
students do not need the six-week program experience; yet we do
feel that each of you will benefit considerably from the support
that the Summer Program Office offers during the academic year.
This support includes tutoring and counseling, (personal as well
as academic) which you will be entitled to use at your own
discretion. These services are available at r.o cost to you.
Please understand that there is no six-week summer nrorram for
CEMS students. Your university experience will commence in
September.
A special orientation to the campus and the CEMS Program will be
shared by you at a date to be announced in the near future.
Orientation and registration will require that you spend about a
day and a half on cam?U3 . You will also oe receiving additional
information regarding registration which will take place during
the early part of the summer.
So that I might adequately prepare for summer orientation and
re strat ion for my incoming freshmen I must know how many of
those accepted intend to attend UConn. If I do not have this
information, it will hinder your registration process.
Pa 2a 2
;:f
32 cc*3
f
8 :* th* tottc., of this letter, circling
.h- app.oo.^ass response. Place the A ssached part of this letter
J °"ir response on it .in the business reoly erve'eo® D~ov : dp J
,„i return it to B. toadiately. Mo po.t.gi {, r^£d? j[f
'f’^
C ar‘^ c‘U53tlon3 5-t all, please contact me at d8o-2322
4c6-2o23.
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Sincerely yours,
^va-Ux.
3
Carolyn Anita Porks
CZliS Co—ordinaior
QSjl
FJjSASS RESPOND AS SCON AS POSSIBLE!
I do do not plan to attend the University of Connecticut
(at Storrs) as of September, 1975*
Signed
Date
THE UNIVERSITY OF CONNECTICUT
STORRS, CONNECTICUT 06268
.bay 15, 1975
This is to certify that you have been
admitted to the University of Connecticut,
College of Liberal Arts and Sciences, as a
freshman in residence at the Storrs Campus
for the Fall Semester of 1975.
On behalf of the University of Connecticut
I extend to you our congratulations and best
wishes for a successful college experience.
Sincerely yours.
«3M7/ch
John 3. Vlandis
Director of Admissions
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TT The
University
Connecticut
SrOHHS. CONNECTICUT 06V68
DIVISION OF STUDEN I 1’cRSONNEl
UCunn Sumrnttr Proqr.im
U-170
I am pleased to inform you that you havein the University of Connecticut Summer
been selected to participate
Program, 1975.
The information that follows
duction into our University
is very pertinent to your smooth intro-
system.
U
.
Th* anCr°^ctory summer phase of the program will beRin June ,,and end August 1 During this period »e have designed a pro « that
and
1
O
instruction in the areas of English, Zth, sciencecommunication resource skills, as well as the supporting areas oftutoring, counseling, recreational, cultural and independent study
it l f.
Y
°,
U are eXpected to participate fully in these activities
e trust that tne experiences you will have will be challenging and
meaningful. Your satisfactory performance and a recommendation fromthe Director o. the program will permit you to enroll as a regular
the ^1^ 197 5
a degree at thB UniVersity of Connecticut beginning in
2. We trust that you will successfully complete the summer phase of
the program. Thus, to insure your registration for courses and occu-
pancy of a room in residence it is necessary that you pay an advance
fee of $60*00 within fifteen (15) days of receipt of this letter.
NOTE: Send money orders or cashier's checks only, payable to the
University of Connecticut. DO NOT SEND CASH! If you are unable to
meet this deadline, return the enclosed form M-10 with an explanation
of your circumstances.
3. The University regulations require you to have a physical exami-
nation. We are enclosing medical blanks. Please have a physician and
your parents or guardians complete, sign and return these forms to us
within fifteen (15) days.
rr ^?e
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oi vision of student personnel
UCunn Summar Proqr.im
U-170
I am pleased to inform you that you have
in the University of Connecticut Summer
been selected
Program, 1975.
to participate
The information that follows
duction into our University
is very pertinent to your smooth intro-
system.
1
‘
^
ntroductory summer phase of the program will begin June 22
inr^ AugUSt . 1 * Durin& this P eriod have designed a program thatncludes organized instruction in the areas of English, math, scienceand communication resource skills, as well as the supporting areas oftutoring, counseling, recreational, cultural and independent study
activities. You are expected to participate fully in these activitiesWe trust that the experiences you will have will be challenging and
meaningful. Your satisfactory performance and a recommendation from
the Director of the program will permit you to enroll as a regular
candidate for a degree at the University of Connecticut beginning in
the Fall, 1975. ^
2. We trust that you will successfully complete the summer phase of
the program. Thus, to insure your registration for courses and occu-
pancy of a room in residence it is necessary that you pay an advance
fee of $60-00 within fifteen (15) days of receipt of this letter.
NOTE: Send money orders or cashier's checks only, payable to the
University of Connecticut. DO NOT SEND CASH! If you are unable to
meet this deadline, return the enclosed form M-10 with an explanation
of your circumstances.
3. The University regulations require you to have a physical exami-
nation. We are enclosing medical blanks. Please have a physician and
your parents or guardians complete, sign and return these forms to us
within fifteen (15) days.
108
r
thaC y°U UlU TOt acce> C thi,
been selected for our program pleas/*
erc ® tlng lndividuals who have
to us immediately.
P 8
'
3e complete and return form M-10
^"tak^thi/' opportunity tfcon^atul^r
115 ° f
^
Pr °gram
'
ma/
H. Fred Simons, Ph.D.
Acting Director
UConn Summer Program
NOTE: Please return forms M-10 and
completed medical forms.
THE UNIVERSITY OF CONNECTICUT
STORES, CONNECTICUT 06208
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'Hay 15, 1975
This is to certify that you have been
adnitted to the University of Connecticut,
College of Liberal Arts and Sciences, as a
freshnan in residence at the Stores Canpus
for the Fall Senester of 1975.
On behalf of the University of Connecticut
I extend to you our congratulations and best
vishes for a successful college experience.
• Sincerely yours.
0 W7/ch
John U. Vlandis
Director of Admissions
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>Hay 15, 1975
This is to certify that you have been
admitted to the University of Connecticut,
College of Liberal Arts and Sciences, as a
freshman in residence at the Storrs Campus
for the Fall Semester of 1975.
On behalf of the University of Connecticut
I extend to you our congratulations and best
wishes for a successful college experience.
• Sincerely yours.
0 W7/ch
John U. Vlandis
Director of Admissions
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APPENDIX D
The results presented in Chapters III and IV indicate clearly that a
test of the basic hypothesis— that is, of the similarity of regressions for
the three admissions groups by type and race—beyond what has been presented
is inappropriate, because no significant regressions were found for the
Summer Program blacks. Also, although the larger numbers yielded by
combining the three years in each case should produce greater reliability,
this 3-lso is not indicated because of the differences in regressions by
year found for the Regular Admit whites.
Nevertheless, some readers may be interested in whether the regressions
for the three groups by type and race—e.g., Regular Admit White, Regular
Admit black, and Summer Program black—differ if students in each group
are combined over the three years. The following pages present these
data.
( 113 )
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Comparison Test of Group DifferonrP« Over Three Yea rs
The writer applied the standard analysis of covariance, which involved
setting up a three equation model to test for the equality of slopes and
mean differences (y intercepts).
Equation I_:
y = a + ^xi + $2*2 + B 3X 3 + e
where
y = quality point, average for first year
a. = y intercept of the regression equation
$! = regression coefficient of SAT V,
X! = score on SAT V
$ 2 = regression coefficient of SAT M,
x
2 =
score on SAT M
$ 3 «= regression coefficient of high school
rank-in-class, x
3 =
score on high school
rank-in-class
e = random error (uncorrelated to prediction
or criterion variables)
Equation I above is the estimate of the regression effects of ability
measures and high school rank-in-class on quality point average for all
persons. This model assumes that all groups have the same adjusted means
and common regression coefficients (parallel and equal slopes).
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Equation II :
y = a + 3
x
x
x
+ 3 2 x 2 + 3 3x 3 + 3^ + 3 5 d 2 + e
where
y = quality point average for first year
a = y intercept of the regression equation
Bi = regression coefficient of SAT V,
Xj = score on SAT V
3 2 = regression coefficient of SAT M,
x2 = score on SAT M
$3 = regression coefficient of high school
rank-in-class
,
x 3 = score on high school
rank-in-class
$4 = regression coefficient for members of
Regular Admit black group,
dj = dummy variable, which is 1 for all
members of Regular Admit black group and
zero for all other groups
3 5 = regression coefficient for members of
Summer Program black group,
d
2
- dummy variable, which is 1 for all
members of Summer Program black group and
zero for all other groups
e = random error
Note: Regular Admit whites are identified
as zero on both dj and d 2
Equation II above differs from Equation I by the addition of two dummy
variables that represent the mean deviation of black Regular Admits and
Summer Program students from white Regular Admit student means. This model
implies the equality of regression coefficients of all groups, but does not
assume that the adjusted means are equal.
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Equation III :
y a + 3 lXl + 3 2 x 2 + 8 3 x 3 + 8 4dj + 3 5 d 2 + 3 6 d lXl +
8 7diX 2 + 8 e d jX 3 + 8 9 d 2 x j + 6 10 d 2 x 2 + 8u d 2X3 + e
where
y = quality point average for first year
a = y intercept of the regression equation
81 = regression coefficient of SAT V,
Xj = score of SAT V
$2 = regression coefficient of SAT M,
x 2 = score on SAT M
$
3
= regression coefficient of high school
rank-in-class
,
x
3 = score on high school
rank-in-class
$4 = regression coefficient for members of
Regular Admit black group,
dj = dummy variable which is 1 for all
members of Regular Admit black group
and zero for all other groups
8 5 = regression coefficient for members of
Summer Program black group,
d 2 = dummy variable which is 1 for all
members of Summer Program black group
and zero for all other groups
8 6
= regression coefficient for the interaction
between members of the Regular Admit group
and SAT V; dixi = products of the dummy
variable (Regular Admit black student)
times the SAT V
8 7 = regression coefficient for the interaction
between members of the Regular Admit group
and SAT M; djx 2 = products of the dummy
variable times the SAT M
8 g = regression coefficient for the interaction
between members of the Regular Admit group
and high school rank-in-class;
dix 3 = product of the dummy variable times
high school rank-in-class
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l egression coefficient for the interactionbetween members of Summer Program group
and SA1 V; d 2 Xj - products of the dummy
variable times SAT V
regression coefficient for the interactionbetween members of Summer Program croup
and SAT M; d 2 x 2 - products of the dummy
variable times SAT M
Su “ regression coefficient for the interaction
between members of Summer Program group
and high school rank-in-class; d 2 x 3 «products of the dummy variables times SAT M
e = random error
Note: Regular Admit Whites are identified
as zero on both dj and d
2 .
Each $eta (coefficient) will be altered
by the addition of other B terms to the
equation.
Equation III above makes no assumptions about the adjusted group means
or the equality of slopes. Equation III represents all of the information
found in separate, regressions in the three groups.
Test of Hypotheses
The first hypothesis tested was that of the quality of regression
coefficients (slopes). It was tested by comparing the increment to R 2
generated by adding the six interaction terms, representing different regres-
sion coefficients for the sub-groups. If this hypothesis is accepted.
Equation III may be rejected on the basis of simplicity of explanation.
If the hypothesis is rejected, Equation III is the appropriate model.
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The second hypothesis tested assumed that the adjusted means on grade
point average after controlling for SAT Verbal and Mathematical test scores
!
and high school rank-in-class were the same for all groups (Regular Admit
5
blacks, Regular Admit whites, and Summer Program students). It was tested
by comparing the increment to R 2 generated by adding the two dummy variables,
representing the three admission categories (Summer Program, Regular Admit
black, and Regular Admit white students). If this hypothesis is accepted,
Equation II may be rejected on the basis of simplicity of explanation.
If the hypothesis is rejected. Equation II is the appropriate model.
The third hypothesis tested assumed that the adjusted means on grade
point average after controlling for SAT Verbal and Mathematical test scores
and high school rank-in-class and slopes were zero for the total sample.
It was tested by comparing the increment to R 2 generated by using the
regression effects of the ability measures and high school rank— in—class to
zero. If this hypothesis is accepted, Equation I may be rejected. Acceptance
of the hypothesis suggests that there exists no relationship between quality
point average and ability measures and high school rank-in-class.
The sequence of the hypotheses and equations discussed above was applied
to the first year cumulative average. The writer utilized the cumulative
average on the assumption that academic performance averaged over the first
year with stable numbers of students would be a more reliable measure of
academic potential because it integrated whatever influences might be
operating separately on first and second semester freshmen year academic
performance. Influences such as home sickness, acclimatizing to the academic
rigors of the University, and a host of other factors too numerous to list
here might have less impact over time. Consequently, the analysis of
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covariance described below was applied to the dependent variable (first year
cumulative quality point average).
The writer performed the increment F test for the hypothesis- that the
regression slopes were parallel. This proved not to be the case— thus this
hypothesis was rejected. The R 2 for Equation III was .53404 and the R 2 for
Equation II was .50429 (Table 21). Using the formula provided above on
page
,
the writer calculated an F value of 8.12 with 6 and 761 degrees of
freedom for the first year cumulative average. The increment from Equation
III to Equation IT was significant at the .05 level, suggesting that the
slope changes contributed significantly to the regression fit, thereby
leading the writer to reject the hypothesis that the slopes were equal for
all groups. The writer accepted Equation III as the appropriate model.
Since Equation III has the identical information contained in it that is
contained in separate regression equations derived from each of the three
groups, the writer will present and discuss the individual (separate)
equations below. Tables 22, 23, and 24 describe the equations. It is worth
noting here that the probable reason why the hypothesis failed was that there
was for the dependent variable (cumulative quality point average for the
first year) a strong slope change verified for the Summer Program group
—
the F value showing greatest effect was high school rank-in-class. Table
25 shows the results of the regression analysis.
S tatistical Results
The first equation to be discussed is for the 458 Regular Admit white
students. Table 22 shows the results of the analysis. All variables (SAT
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Verbal and Mathematical scores and high school rank-in-class)
,
as can be
noted from the table, are highly significant on quality point average,
yielding an F value of 38.33 with 3 and 436 degrees of freedom.
The second equation to be discussed applies to the 199 Regular Admit
black students. Table 23 shows the results of the analyses. Two variables,
SAT Math score and high school rank-in-class were significant, yielding an
F value of 12.28 with 3 and 180 degrees of freedom. The SAT Verbal score had
no predictive validity for C.Q.P.A. for Regular Admit black students.
The third equation to be discussed is for the 148 Summer Program black
students. Table 24 shows the results of a separate equation on first year
quality point average. It indicated that Summer Program black students were
not predictable when tested for quality point average for the first year using
SAT Verbal and Mathematical tests and high school rank-in-class— the F value
was .3499 with 3 and 134 degrees of freedom. Some further explanation is
needed here. Summer Program black students were admitted with very low SAT
Verbal and Math scores as well as low high school rank-in-class, and other
admissions criteria were used in conjunction with SAT Verbal and Mathematical
scores and high school rank-in-class (Chapter I describes what other criteria
were used). Thus, with low and relatively out-of-range scores on the regular
variables when compared to regular admissions categories, later performance
could reasonably depend on factors not included in the present analysis.
Testing for Admissions Type Differences For
Regular Admit and Summer Program Black Students
The writer tested the hypothesis that Regular Admit and Summer Program
black students had parallel regression lines on quality point average for
the two groups.
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The appropriate equation for this test is as follows:
Equation III *:
y = a + 8^ + 8 2x 2 + B 3 x 3 + 8 4nj + 3 5n J x 1 +
$ 6n ix 2 + 3 7 n 1 x 3 + e
where
$4 — regression coefficient for Regular
Admit black student group;
nj = dummy variable which is 1 for
all members of Regular Admit student
group and zero for Summer Program
students
8 5 = regression coefficient for the inter-
action between Regular Admit black
student group on SAT V; n x
x
= product
of the dummy variable (Regular Admit
black students) times the SAT V
8 6 = regression coefficient for the inter-
action between Regular Admit black
student group on SAT M; njx 2 = product
of the dummy variable (Regular Admit
black students) times the SAT M
87 = regression coefficient for the inter-
action between Regular Admit black
student group and high school rank-in-
class; n!X 3 = product of the dummy
variable (Regular Admit black students)
times high school rank-in-class
e = random error
*Regular Admit white students not
included in equation.
Subsequent to the analysis of covariance, the writer used the increment
F test for the hypothesis that the slopes were equal. This was not the case
—the R 2 in Equation III was .19692 and the R
2 in Equation II was .13912.
The F ratio was 7.555 (significant at the .05 level) on 3 and 314 degrees of
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freedom. The data analyses again show that not only are Summer Program
students very different from Regular Admit white students, they are very
different from Regular Admit black students as well. The most important
variable in the regression equation was Summer Program students' high school
rank-m-class
. The other predictor variables have no effect on quality
point average. See Table 25 for results of analysis.
Threshold Effect
Having tested and found that the common ability measures used in
admissions decisions at Connecticut have no prediction for quality point
average for Summer Program students, the writer considered but was not able
to attempt to threshold effect test for several reasons: first, students
•were selected from both the Summer Program and Regular Admit white student
sample who had scored 425 or below—this score was arbitrarily chosen as a
starting point, since the Summer Program students' SAT Verbal mean was 345
and SAT Mathematical mean was 352. Second, the difficulty of assessing
these two groups was complicated further by the fact that the Regular Admit
whites who had SAT scores below 425 normally were offered admission to one
of the branch campuses of the University of Connecticut. (The University
has five branches that feed into the main campus at Storrs. The student
normally spends two years at the branch and then transfers to the main
campus). Third, those white students with 425 board scores and below usually
had exceptionally high ranks-in-class to offset the low SAT scores, which were
not characteristics of Summer Program students. Fourth, in looking for a
similar group of white students to test against Summer Program black students,
128
the writer found only about twenty students with SAT's below 425. It was felt
that with so few Regular Admit white students below 425—any testing against
Summer Program black students would be unreliable for the study.
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